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ABSTRACT
Is Teaching Experience a Predictor for School Psychologists’ Confidence and
Competence for Behavior Intervention Plans?
Misty Dawn Lainé Coplan
Department of Counseling Psychology and Special Education, BYU
Educational Specialist
The Individuals with Disabilities Education Improvement Act (IDEIA) introduced
Behavior Intervention Plans (BIPs) into United States law in 1990, and the reauthorization of
IDEIA occurred in 2004. Even though BIPs have been codified into law, school personnel
struggle to meet BIP mandates due to poor implementation fidelity. Barriers for BIP
implementation are varied, but there is little research regarding whether practitioner competence
and confidence through teaching experience is a factor. School psychologists (N = 122) from
eight states completed a self-evaluation survey using the tailored design method. Results from
the survey compared responses from school psychologists with and without teaching experience
on BIP writing, implementation, and staff support. There were no differences in responses noted
between the two groups for competence or confidence. However, school psychologists received
substantially more training in writing BIPs than implementation or methods to support staff, and
experience directly implementing BIPs provided the strongest correlation to confidence. This
suggests that additional research surrounding the concept of training to practice for BIP
implementation may be beneficial in identifying methods for improving BIP implementation
fidelity as well as school psychologists’ competence and confidence in BIP creation and
implementation support.

Keywords: school psychologist, behavior intervention plan, teaching experience, classroom
management
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DESCRIPTION OF THESIS STRUCTURE AND CONTENT
This thesis Is Teaching Experience a Predictor for School Psychologists’ Confidence and
Competence in Behavior Intervention Plans? is written in a journal-ready format. This blends the
traditional thesis model with a journal publication template. This template has been chosen in
preparation for submission to Contemporary School Psychology. To be ready to submit to
Contemporary School Psychology, the thesis report was edited as a journal article to meet the
standards of length and style required for submission.
Appendix A contains this study’s literature review. Appendix B includes the Institutional
Review Board (IRB) consent form and letter of approval to conduct research. Appendix C
contains the copyright information of the study’s instruments, including the survey template.
Appendix D contains recruitment materials, such as email templates sent to school districts and
social media post templates.
There are two reference lists for this thesis format. The first list contains references for
the journal-ready article. The second list has all citations found in the literature review.
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Introduction
School psychology professional organizations have made a concerted effort throughout
history to broaden their role to include preventative and supportive efforts in assisting teachers
and school staff (Reiser et al., 2010). Unfortunately, there is very limited research regarding
whether classroom teaching experience impacts school psychologists’ efforts to support teachers
and school staff. In fact, the most recent study on how school psychologists’ prior classroom
experience influences the support they provide to educators and staff was completed in 1981,
more than 40 years ago. In that study, teachers and principals rated school psychologists’
performance in communication, educational understanding, consultation, quality of
recommendations, and general satisfaction. There were no significant differences found between
teacher and principal ratings except that teachers with six or more years of teaching experience
rated school psychologists significantly lower (Gerner, 1981).
One law that dramatically altered the school environment was the Individuals with
Disabilities Education Act (IDEA), introduced in 1990. One important aspect of the IDEA was
that it required schools to assess if the disability impacted a student’s behavior and to provide
disciplinary provisions (Nelson, 2020). Prior to this federal law, existing special education
protections did not address behavioral concerns resulting from a students disability which
resulted in many students with disabilities being denied access to educational opportunities.
IDEA eventually caused a shift in education that has resulted in the gradual mainstreaming of
many students with special needs into the general education classroom and a reduction of
students with disabilities being segregated into self-contained classrooms (Nelson, 2020; Wilson,
2020).
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These changes resulted in teachers managing students’ problem behaviors and supporting
students who would have historically been placed in more restrictive environments or who would
not have been permitted to attend school at all. Prior to IDEA, problem behaviors could have
resulted in removal of the student from the general education classroom, detention, in-school or
out-of-school suspension, or even expulsion (Nelson, 2020; Walker & Barry, 2017). To support
teachers who were managing problem behavior, school psychologists began offering more
support to strengthen general education teachers’ behavior management skills.
One support school psychologists can offer teachers and school staff is in writing
behavior intervention plans (BIPs), which were introduced into United States law as part of
IDEA and reauthorized in the Individuals with Disabilities Education Improvement Act (IDEIA)
in 2004. This law states that all schools that receive federal funding must address students’
maladaptive behaviors that impede learning through behavioral intervention strategies. The
purpose of a BIP is to address maladaptive behaviors as well as to promote healthy behaviors and
foster a positive learning environment (Morin, 2021). A BIP can be developed to address a wide
range of behaviors, including refusal to work, disruption, throwing chairs, self-injury, punching,
biting, head-butting, destruction of school property, and more (E. R v. Spring Branch
Independent School District, 2018; Hodgins, n.d.; Parrish v. Bentonville School District, 2018).
These maladaptive behaviors impact an individual student’s learning as well as the learning of
the other students in the same class (Cook et al., 2012).
Because problem behavior can be so disruptive to students’ learning, an accurate and
effective BIP based on the student’s needs is a critical component for student success (Lake
Travis Indep. Sch. Dist., 45 IDELR 204 (SEA TX 2005); C. F. v. New York City Dept. of Educ.,
2014). However, even the best BIP is useless unless it is implemented correctly. The extent to
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which an intervention is implemented as designed is called implementation fidelity (Nelson,
2020). Implementation fidelity as it relates to BIPs is the degree to which the plan is executed as
originally intended or written. It is also known as treatment fidelity, program adherence,
implementation adherence, treatment integrity, or intervention fidelity (Bellg et al., 2004;
Gresham, 1989; McGee et al., 2018; Wilkinson, 2006; Wilkinson, 2007). It is primarily when
BIPs are implemented as originally intended that they prove effective for student outcomes
(Gresham, 1989; Lane et al., 2010; Walker & Barry, 2017; Wilkinson, 2007). When looking at
the overall BIP, Harn et al. (2013) recommend 90% or greater implementation fidelity for
stakeholders to have confidence that the intervention was sufficiently executed as written.
Even though requirements for BIPs have been codified into law, school personnel have
made limited progress in meeting BIP mandates (Cook et al., 2012). The legal requirements for
BIPs as discussed in IDEA are vague, and BIP requirements vary significantly from state to state
(Atchley, 2021). The scant guidance found in IDEA stipulates that BIPs must be based on
positive behavioral strategies (Atchley, 2021). There is some research to suggest that staff can
develop more effective BIPs when they have access to better training, but without clear
expectations or standards it is difficult to establish best practices, and it is also difficult to
accurately assess practitioner competence other than by identifying how many hours of training
practitioners have received (Atchley, 2021; Collins & Zirkel, 2016; Marrs et al., 2022; Van
Acker et al., 2005).
Another key factor that contributes to this lack of BIP progress is poor implementation
fidelity. The barriers to BIP implementation fidelity are varied and well documented (Robertson
et al., 2020). One possible barrier to effective BIP implementation is that school psychologists
develop the BIPs but then ask teachers to implement the plans. Having a school psychologist
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create a BIP that will be implemented by someone else necessarily means the plan is developed
based on the psychologist’s experience rather than the teacher’s experience. In one survey study,
teachers and staff reported that the BIPs they received from their school psychologist were
unrealistic and ineffective because the psychologist did not know the student or the classroom
context (Robertson et al., 2020). One teacher reported, “The people writing them [the BIPs]
barely know the student and have been out of the classroom for too long (or never were a
classroom teacher) and put in unrealistic expectations for both staff and the student” (Robertson
et al., 2020, p. 151).
Teachers report a range of reasons for poor BIP fidelity. A lack of familiarity with the
BIP is one of the most cited reasons teachers provide (Walker & Barry, 2017). Some teachers
disagree with the recommendations, which results in teacher resistance (Engstrom, 2013). Other
teachers state that they do not have enough time and energy to implement the plan because they
are also addressing the needs of other students and attending to other competing responsibilities
(Gonzalez et al., 2004). In addition, the complexity of an intervention can impact implementation
fidelity because the more elaborate an intervention, the less likely it is to be implemented
(Collier-Meek et al., 2019). Teachers also report insufficient resources and staff, burnout, school
climate, and balancing competing responsibilities as barriers to implementation fidelity (CollierMeek et al., 2019; Elliott et al., 1984; Nelson, 2020; Perrone et al., 2019). With teachers’
extensive to-do lists, they have reported that the heavy responsibility of a BIP has left them
feeling overwhelmed (Engstrom, 2013).
There may be merit to this teacher resistance, as some research links implementation
fidelity with practitioner competence in therapeutic settings (Cook et al., 2012; Perepletchikova
& Kazdin, 2005). It is possible that school psychologists do not have sufficient competence in
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developing, implementing, and supporting staff with BIPs. Because teachers are often the ones
tasked with implementing BIPs, they may have more experience applying the theory to practice
than school psychologists do.
While practitioner competence may improve implementation fidelity, there are also
multiple supports currently available to improve teacher implementation fidelity. The strategies
that have been studied include performance feedback, coaching, intervention choice, and
modeling (Nelson, 2020). The strategy of performance feedback is when an individual monitors
how a BIP is being implemented and then provides feedback to improve fidelity (Mouzakitis et
al., 2015). A meta-analysis completed in 2012 on performance feedback saw significant
improvement regarding implementation fidelity and a small but significant improvement in
student behavior when performance feedback was given (Mouzakitis et al., 2015). The next
strategy is coaching, which might be replaced by the word “teaching” because the person who
created this intervention is teaching someone how to do the BIP (Rigby, 2019). In the strategy of
intervention choice, the teacher selects the intervention he or she will do with the student based
on collaboration with the school psychologist. And finally, the strategy of modeling is when the
learner (the teacher) observes the instruction before implementing it on his or her own
(Madzharova et al., 2018; Salisu & Ransom, 2014). Consultation and implementation planning
are services commonly provided by school psychologists to improve implementation fidelity. All
these strategies have improved implementation fidelity when they are undertaken with oversight
or control (Cook et al., 2012). Other methods to improve implementation fidelity, such as selfmonitoring and support-by-request, often do not reach the needed BIP fidelity criterion unless an
additional measure of support is incorporated, such as performance feedback (Holmes et al.,
2021; Nelson, 2020).
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It seems that school psychologists with teaching experience would write BIPs that are
more closely aligned with teacher experience and would therefore be easier to implement with
fidelity. Unfortunately, there is a lack of research regarding whether school psychologists with
classroom management experience recommend stronger BIPs or offer more helpful supports to
teachers and school staff. One way to support teachers and improve BIP fidelity is to address
whether teaching experience is connected to practitioner competence.
Rationale for the Study
Increasingly often, teachers are being asked to address student problem behavior. In
many cases addressing this behavior includes implementing a plan developed by a school
psychologist. For a host of reasons, teachers often struggle to implement these plans with
fidelity, which results in students receiving inadequate support. Having teaching experience may
help school psychologists develop BIPs with a higher likelihood of correct implementation. At
present, there is a dearth of research evaluating the relationship between past teaching experience
and writing effective BIPs among school psychologists. The most recent research was completed
in 1981, 40 years ago. More up-to-date research is needed to address this relationship as a
possible source for improving BIP implementation fidelity.
The purpose of this study is to evaluate the relationship among school psychologists’
previous teaching experience, their training on supporting implementation fidelity, and their
perceived competence and confidence in creating BIPs that will be implemented with fidelity.
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Research Questions
This study addresses the following research questions:
1. Do school psychologists who have worked as teachers express greater confidence and
perceive greater competence in creating BIPs than school psychologists without
teaching experience?
2. How much training have school psychologists received on strategies to support
implementation fidelity of BIPs? Is there a variable that impacts or predicts BIP
competence?
3. How confident are school psychologists in using strategies to support implementation
fidelity of BIPs? If they do express confidence, what variables impact or predict
confidence for BIP implementation?
4. Do school psychologists with teaching experience feel that their teaching background
impacts the BIPs they create? Do school psychologists feel that it is primarily their
teaching experience or their school psychology experience that has given them the
necessary training and experience to create BIPs?
Method
The purpose of this study was to evaluate the relationship between teaching experience
and the degree to which school psychologists report being prepared to support implementation
fidelity of BIPs. A causal-comparative design was used, with the past teaching experience of the
school psychologist as the independent variable and their responses to survey questions as the
dependent variable. Data were collected from participating school psychologists via an online
Qualtrics survey.
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Participants
To bolster external validity, a sampling frame was created that had a detailed description
of the targeted participants (Callegaro et al., 2015; Martella et al., 2013). Respondents needed to
meet the following criteria to be included in this study: (a) be state certified or licensed as a
school psychologist, (b) have worked in a public, private, or charter school, (c) have completed
at least one BIP in the last calendar year, and (d) have given consent to participate in the study,
including giving permission for their deidentified data to be used in a published study.
The scope of the study was limited to practicing school psychologists in the Mountain
West region. Participants were recruited through school districts in the Mountain West region
(i.e., Arizona, Colorado, Idaho, Montana, Nevada, New Mexico, Utah, and Wyoming), Facebook
school psychologist groups, and the Wyoming school psychologist association.
A survey was initially completed by 195 participants. The survey was restricted to only
those school psychologists who currently practice in a school setting in order to examine any
impact the study would have on BIPs. Responses from university faculty, school psychologists
who had not written a BIP in one calendar year, and respondents who did not meet the inclusion
criteria for the survey were excluded from further analysis (n =73). After applying all the
exclusion criteria, 122 completed response sets remained.
Respondents were primarily white females, with a slight majority between 30 and 49
years old. Most had field experience for more than 6 years, and about half reported over 10 years
of experience. Training credentials were reported to be primarily from programs approved by the
National Association of School Psychologists (NASP), with some programs certified by state
agencies and the American Psychological Association (APA). At the time of the survey, only a
very small percentage of respondents worked outside of public schools, and most respondents
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primarily worked in kindergarten through 12th grade. A large percentage of the respondents
worked in Arizona and Utah, but other states were also represented in the sample. Most
participants worked in rural or suburban areas, but urban settings were also represented in the
sample. All demographic information is available in Table 1.
Group One—Previous Teaching Experience
One group of respondents included all practicing school psychologists who had previous
experience as teachers of record in a general education or a special education setting (n = 28,
23%). These school psychologists had previous classroom management experience, which
experience may include the range of techniques teachers use to keep students on task and to
minimize undesired behaviors that hinder student and peer learning (Great Schools Partnership,
2014).
Group Two—No Previous Experience
This group was made up of practicing school psychologists who did not have previous
teaching experience (n = 96, 79%). In addition, these psychologists had completed at least one
BIP within the calendar year at the time the survey took place.
Setting
State Association
To distribute the survey, state associations were also contacted. Participants could enter
the survey via any computer, smart phone, or tablet with access to the Internet. See the
Recruitment section of this paper for additional information on state associations.
Social Media
A link to the survey was posted on the following Facebook group pages that were curated
for school psychologists that had over 2,000 members: School Psychologists; School Psych to
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School Psych; Evidence-Based School Psychology Community; Early Childhood School
Psychology; and School Psyched, Your School Psychologist. These groups were selected from
searches on Facebook using the following terms: “school psychologist,” “school psychology,”
“school psych.” Participants with access to these groups could enter the survey via any computer,
smart phone, or tablet that had access to the Internet. To reduce coverage error, participants from
these Facebook groups were encouraged to forward the survey link to other school psychologists
(Callegaro et al., 2015; Dillman et al., 2009).
School Districts
A hyperlink of the survey with an invitation to participate was sent to all the school
districts within the Mountain West region. A follow up email was sent a week later inviting
school psychologists who had not responded to the initial prompt to participate in the survey. At
the close of the data collection period, a thank-you email was sent to all districts that
participated.
Instruments
The survey, housed on Qualtrics, had 63 closed questions. The questions were divided
into three sections: demographics, BIP confidence/competence, and teaching experience. Data
regarding demographics and background history were collected as potential moderator variables.
Questions regarding perceptions of implementation fidelity were modeled after Cochrane and
Laux’s survey and the Benson et al. survey (Benson et al., 2020; Carroll et al., 2007; Cochrane &
Laux, 2010). In addition, the tailored design method provided by Dillman was used because it
emphasized reducing errors in sampling, coverage, measurement, and nonresponse (Dillman et
al., 2014). The tailored design method was also used to address the validity and reliability of
survey questions.
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The web survey methodology was used to sort the structure of the survey according to
content (Callegaro et al., 2015). By using the foot-in-the door technique in which small requests
gradually increase in complexity, simple demographic questions were asked first, followed by
more complex questions to improve engagement (Dillman et al., 2014). To minimize response
time, adaptive questioning (skip logic) was used, and the estimated response time was limited to
less than 15 minutes (Dillman et al., 2014; Fowler, 2014). To prevent multiple submissions, the
ballot box stuffing measure was selected in Qualtrics. This tracks the user’s cookies to prevent
multiple entries. Close-ended questions were selected to improve the probability of responses
(Dillman et al., 2014). These measures were taken to reduce the number of incomplete
questionnaires (Dillman et al., 2009).
Prior to implementation, a pilot survey was sent to 12 school psychology graduate
students who were in their internships. All of them had completed a BIP within the last year. At
the end of the survey, feedback on the length and wording of the survey was requested from all
participants in the pilot survey to improve validity and reliability and to improve visual layout
prior to dispersal (Dillman et al., 2009; Etchegaray & Fischer, 2011). Based on feedback,
questions were revised to reduce any noted response bias (Callegaro et al., 2015). The edited
survey was then shared with the thesis chair of this project for final approval.
Procedures
All study methods and procedures were approved by the thesis committee. The
Institutional Review Board (IRB) at BYU also approved all methods and procedures (see
Appendix B).
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Consent
Consent forms were used at the beginning of the survey to disclose information about the
purpose of the study, procedures, risks and benefits, voluntary participation disclosure, and
contact information of the researchers. A waiver of signed consent (implied consent) was
approved by the BYU IRB.
Confidentiality
No identifying information was collected from the survey. The “Like” feature on
Facebook was also disabled so that users could not see who may have completed the survey.
While I was unable to disable comments on Facebook or prevent users from tagging others in
comments, a note at the end of the Facebook post was made to request that individuals not tag
people. Any comment that involved an individual being tagged on the Facebook post was also
deleted within 48 hours. Any email addresses provided by school districts were stored on a
password-protected computer and a password-protected Microsoft Excel spreadsheet that only
study researchers could access. The school district contact information from the Excel sheet was
deleted at the end of the study.
Recruitment
Various methods were used to contact potential participants. To prevent coverage error,
multiple modes of contacting through the Internet were selected, including emails to all relevant
staff within the school districts in the region, Facebook, and school psychologist state
associations. To further increase coverage, snowball sampling was used by asking school
psychologists to share the survey link (Callegaro et al., 2015; Dillman et al., 2009). To increase
participation and completion of the questionnaire, an appeal was made to people’s desire to do
something for the good of others: participants were informed that to address the economic
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uncertainty caused by COVID-19, $1 would be donated to Feeding America for every survey
completed (Dillman et al., 2009; Dillman et al., 2014).
Social Media
A hyperlink was posted after the pilot survey to the following Facebook groups: School
Psychologists; School Psych to School Psych; Evidence-Based School Psychology Community;
Early Childhood School Psychology; and School Psyched, Your School Psychologist. These
groups and pages were included because they were specific to school psychologists and had over
2,000 members. The explanation connected to the hyperlink was designed to be friendly, asked
for assistance from school psychologists, and highlighted that the survey was open for only a
short period of time to encourage engagement (Dillman et al., 2014). See Appendix D for a
sample of the post made to these Facebook groups. Included in each post was a brief description
of the study’s purpose, the incentive for participation, and a link to the survey. Each Facebook
group had specific rules for when research could be posted to their site, which were followed
(Arens, 2020; Edmondson, 2019). Once the open period for submissions to participate in the
survey ended, the total sum of completed surveys and money raised for donation was posted on
all approved group social media accounts.
School Districts
Contact information for all the school districts in the Mountain West region was gathered
and maintained on an Excel spreadsheet. School districts in the Mountain West region were then
emailed to request approval of recruitment. The special education director, his or her assistant,
and other select personnel who may have overseen school psychologists were also emailed the
survey along with a request that they distribute the survey to the school psychologists they
worked with. The email provided a brief explanation of the study, a link to access the survey, and
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a statement regarding the benefit of participation. The end of the email contained contact
information regarding the researcher and university so that participants could ask any questions
regarding the survey (see Appendix D for an example of the email sent to school district
personnel). The dates of when the emails were sent, the dates of responses from the school
districts, and the school district responses were recorded in an Excel sheet. If no response was
received, one week after the initial email a follow-up email was sent requesting participation and
displaying the results of how many surveys were completed to increase response rates (Callegaro
et al., 2015; Dillman et al., 2014; Edmondson, 2019). At the end of the recruitment period, a
thank-you email was sent to the school districts that participated in the survey which also stated
that $122 was donated to Feeding America.
State Associations
An email was sent to the Arizona, Idaho, Montana, Nevada, New Mexico, and Wyoming
school psychologist association administrators to request approval for dissemination of the
survey through email, newsletters, and posting on their websites. For Colorado, an email was
sent to the state school psychology research section. For Utah, a Google form was submitted to
the Utah Association of School Psychologists (UASP). This form requested the name of the
survey, a brief summary, survey questions, and contact information. Wyoming was the only state
that provided approval for research and allowed advertisement of the survey in its emails.
Research Design
Causal-Comparative Research
The causal-comparative method was chosen because it was impossible to manipulate the
independent variable of teaching experience (Martella et al., 2013; Schenker & Rumrill, 2004).
The latent variables were perceived competence, confidence in BIPs, and confidence in support
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measures. The dependent or manifest variables included responses to survey questions regarding
writing, implementing, and support of BIPs. Because of limited and outdated research on the
topic of study, exploratory research of a potential causal relationship was useful in identifying
areas of improvement for school psychologists. Because the research was in the form of a selfevaluation survey, experimental or longitudinal studies may still be warranted (Martella et al.,
2013).
Tailored Design and Web Survey Methods
The tailored design method and web survey methodology guidelines were both used
because an online survey was selected. These were chosen because they provided a specific
approach to survey challenges to reduce threats to external validity, improve the quality of the
survey coverage, improve construct validity, and decrease nonresponse errors (Dillman et al.,
2014). The tailored design method also relied on the principals of social exchange theory, which
emphasizes reciprocity, trust, and altruism (Dillman et al., 2014). The web survey method added
additional information to address external validity, nonresponse strategies, and suggestions for
preparing the visual layout of the questionnaire.
External Validity. To improve external generalizability, a sample frame was used for
this survey. A sample frame involves a definition or list of the targeted population needed in the
study (Callegaro et al., 2015). To reduce potential errors a narrow definition was used during
recruitment and data analysis of the two groups. (Martella et al., 2013). The sample frame is
important because recruiting the appropriate participants heavily impacts external validity in
causal-comparative research (Martella et al., 2013). In this survey, a list of school districts in
eight states was generated with the request from district personnel to distribute the survey to their
school psychologists as well as lists from multiple Facebook group pages dedicated specifically
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to school psychologists (Dillman et al., 2014). This helped reduce the possibility of collecting
data from an incomplete sample frame (Dillman et al., 2014). Another effort suggested by
Dillman to reduce survey errors involved the nonprobability sampling method of snowball
sampling with the use of social media (Dillman et al., 2014). This is where participants in the
survey were encouraged to recruit additional participants and expand the sample pool (Dillman
et al., 2014).
Coverage. Once the sample frame is selected, it is crucial that the chosen population has
access to the survey. Failure to do so may result in coverage error. To reduce coverage error,
multiple methods of contact for recruitment were followed (Dillman et al., 2009; Callegaro et al.,
2015). An online survey was used to contact participants because that allowed the survey to
reach school psychologists in the Mountain West region and because most school psychologists
had access to the Internet to participate and/or share the survey link (Dillman et al., 2009). To
increase coverage multiple modes of contacting through the Internet were selected, including
emails to school districts, Facebook posts, and school psychologist state associations (Callegaro
et al., 2015). Another effort to reduce coverage error involved using snowball sampling, where
participants were requested to share the survey link with other school psychologists to increase
the likelihood that qualifying school psychologists in the region would have a chance to
participate (Baltar & Brunet, 2012; Dillman et al., 2009). This reduced the likelihood of school
psychologists not being included in the sample (Dillman et al., 2009).
Construct Validity. It was also important to improve the construct validity from
questionnaires. One step used to ensure that questions measured what was intended involved
consulting an expert. In addition, it involved performing a pilot test of the survey (Etchegaray &
Fischer, 2011). Feedback was requested from the participants in the pilot survey to improve
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survey questions as well as visual layout (Dillman et al., 2009). Closed questions were selected
to increase the response rate (Fowler, 2014). A nominal scale was used for demographic data to
improve data analysis when creating survey questions, and ratio scales were used for time to
increase response rates.
Nonresponse. To increase participant interaction, the social exchange theory was applied
in this survey. The theory emphasizes that people enjoy a feeling of exchange between social
interactions and that they feel rewarded when they have helped someone (Dillman et al., 2014;
Redmond, 2015). It also posits that individuals will make an effort when even a token benefit is
provided (Dillman et al., 2014). This theory was applied to prevent nonresponse errors. To
reduce nonresponse errors, the social exchange theory was applied on Facebook posts, emails,
and announcements from state associations by stating that $1 would be donated to Feeding
America for every completed survey. Updates were posted regarding how many individuals
responded to the survey and how much money had been raised because of participants’ service
(Callegaro et al., 2015).
Deadlines to the survey were posted in accordance with the scarcity principle to reduce
nonresponse error (Callegaro et al., 2015). Two additional reminders of the deadline were sent
via email and to Facebook when possible (Edwards et al., 2009). All these messages were
concise and sent in a casual, friendly tone to personalize the invitation (Cook et al., 2012;
Dillman et al., 2009; Edwards et al., 2009). Because mixed results from previous studies
indicated that there was no significant difference to responses received depending on the length
of the invitation, a concise message was sent on social media and through email (Callegaro et al.,
2015; Klofstad et al., 2007). Follow-up reminders expressed a positive regard for participants by
thanking all who had completed the survey, repeating a plea for help in reaching a goal, and
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reiterating the deadline for when participants needed to respond (Callegaro et al., 2015;
Trouteaud, 2004).
Data Analysis
When conducting data analysis, the first step involved a confirmatory factor analysis
(CFA), which assists to minimize measurement error as well as test the model fit of competence,
confidence in BIPs, and confidence in support measures using Amos (version 26). The second
step then used two structural equation models (SEM) in Amos (version 26) because of its ability
to examine if there is a linear causal relationship between the observed variables, latent variables,
and manage measurement error (Beran & Violato, 2010; Bollen & Noble, 2011). Within a single
model, an SEM can examine several outcomes simultaneously while handling the measurement
error of the latent variables (Slaten et al., 2019). It was hypothesized that teaching experience
would act as a predictive variable for competence, confidence in BIPs, and confidence in support
measures.
As a first step for the research questions, a CFA was completed to confirm the
hypothesized measurement structures. All factor loadings below 0.5 were excluded from the
CFA due to the impact it may have on model fitness (Wijesinghe, 2021). To establish a good
fitting CFA, the value of χ2/ df must be < 5, the confirmatory fit index (CFI) is > 0.90, and the
root mean square error approximation (RMSEA) is below .05 (Truong, 2020). RMSEA scores of
.05 to .08 are considered acceptable. Ideal scores for the goodness of fit index (GFI) are above
0.9, the value is still acceptable if it is above 0.8 (Baumgartner & Homburg, 1996; Doll et al.,
1994). It is important to note that the p value associated with the χ2 may not be an accurate
measure due to the sample size (Slaten et al., 2019). In addition, to assess the construct reliability
of competence, confidence in BIPs, and confidence in support measures, Cronbach’s alpha was
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calculated to measure the internal consistency of each set of questions. An excellent score would
be 0.9 or higher while a good score is above 0.7.
In the first SEM, confidence in BIPs was measured by Likert scaled questions for BIP
writing, implementing, and supporting staff, Figure 1. The second SEM measured confidence in
support measures using Likert scaled questions for various methods to support staff
(performance feedback, implementation planning, coaching, modeling, behavior consultation,
and intervention choice), see Figure 2. Descriptive statistics (median and sum totals) were used
to summarize continuous and discrete quantitative data, see Table 1.
For the first research question, both SEM models were used to analyze if teaching
experience had an impact on competence and confidence in BIPs and confidence in support
measures while holding other possible variables constant. The level set for statistical significance
for evaluating the β impacts on the latent variables of the SEM model was p ≤ 0.05. The
observed variables included in the model were the following: the number of years as a school
psychologist, number of years as a teacher, whether the university school psychologist’s attended
was NASP certified, the highest degree participants had, and the number of BIPs prepared in a
typical school year. Gender and race were statistically insignificant predictors due to the
homogeneity of the sample. Analysis also revealed that age was also a statistically insignificant
predictor. As a result, gender, race, and age were not included in the SEM Figures 1 and 2. In a
post-hoc analysis, experience directly implementing a BIP was included in an analysis as a
possible predicting variable, see the results section for more details.
The second research question looked at how much training school psychologists have
received on strategies to support implementation fidelity of BIPs and if there was a variable that
impacted competence. As discussed earlier, due to a lack of BIP standardization and available
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research demonstrating that an increase in training hours may result in an increase in
competency, hours of training for BIPs (writing, implementing, and supporting staff) was
selected as a proxy measure for competence in this survey (Taylor et al., 2021). Descriptive
statistics were used to determine if there were varying hours of training for writing,
implementing, and supporting staff. A CFA was conducted for competence prior to running the
SEMs. The same measurement for competence was used in both SEMs. Both SEM models were
used to analyze what variables had the greatest impact on competence. In a post-hoc analysis
directly implementing a BIP was included, as this variable was not initially hypothesized to
affect the results, in the SEM analysis. See the results section for more information
For the third research question, analysis focused on how confident school psychologists
were in using strategies to support implementation fidelity of BIPs and if there was a predicting
variable for their confidence. Likert scale questions measured confidence based on responses 1 to
5 (strongly disagree [1] to strongly agree [5] or very poor [1] to very good [5]) were used as a
proxy measure for confidence in BIPs and confidence in support measures. In previous research
these global self-efficacy scores were comparable in reliability, predictive value, and error
variance to traditional measures where the participant would answer yes or no to a specific skill
and then give a percent confidence in that answer (Maurer & Pierce, 1998). As discussed
previously, a CFA was conducted prior to running the SEM analysis of the two models.
The first SEM model was used to analyze what variable had the greatest impact on
confidence in BIPs in writing, implementing, and supporting staff BIP implementation while
holding other possible variables constant. The second SEM used confidence in support measures
in staff support strategies, see above, while holding other possible variables constant. As was
done for the second research question in a post-hoc analysis, experience directly implementing a
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BIP was included in analysis for both SEM models examining confidence in BIPs and confidence
in support measures. See the results section for more details.
For the final research question, an analysis was conducted to determine if school
psychologists with teaching experience felt that their background as a teacher impacted BIPs and
if they received that training and experience primarily as a teacher or as a school psychologist.
Descriptive statistics were used to highlight their responses and a t-test was used to determine if
the responses were statistically significant between the two groups. Principal investigators
conducted all data analysis using the Qualtrics data from the survey. Statistical analysis was
completed using SPSS and SPSS Amos Ver. 26.0.
Results
For the results section, each research question are discussed in depth. Results from the
data analysis are interpreted accordingly.
Years Teaching Predicting Competence, Confidence in BIPs, and Confidence in Support
Measures
The first research question looked to establish if there was an association between school
psychologists with teaching experience expressing greater confidence and perceiving greater
competence in creating BIPs. The first step of analysis involved conducting a CFA for the
constructs competence, confidence in BIPs, and confidence in support measures.
Because competence was identified by just three indicators, there were no meaningful fit
statistics, see Figure 3. To assess the construct reliability Cronbach’s alpha was calculated. The
competence questions resulted in a good value (α = .883). Confidence in BIPs had adequate
statistics (χ2= 78.9, df=14, χ2/ df = 5.63, CFI= .921, RMSEA= .196, GFI=.835), see Figure 4.
Confidence in support measures had good fit statistics in general (χ2 = 34.4, df =9, χ2/ df
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=3.826, CFI = .967; RMSEA = 0.153, GFI= .911) see Figure 5. The confidence in BIPs score
from Cronbach’s alpha was good (α = .898), and confidence in support measures was excellent
(α = .953). The factor loadings are presented in Figures 3, 4, and 5.
The next step was to run the SEMs. An SEM approach in SPSS Amos 26 was used to
examine if there is a linear causal relationship between the observed variables and latent
variables (Beran & Violato, 2010). The first SEM model revealed a good model fit in Figure 1
(χ2 = 141.2, df = 76, χ2/ df = 1.996, CFI = .939; RMSEA = 0.084, GFI = .854) indicating that it
is consistent and able to reproduce the data (Kenny, 2020). The β results are presented in Table
2. The second SEM model also revealed a good model fit in Figure 2 (χ2 = 89.4, df = 63, χ2/ df =
1.419, CFI = .974, RMSEA = .059, GFI = .906). The β results are presented in Table 3.
The SEM evaluation revealed no direct paths of association for competence or either
confidence constructs with covariates: the number of years as a school psychologist, number of
years as a teacher, whether the university school psychologist’s attended was NASP certified, the
highest degree participants had, and the number of BIPs prepared in a typical school year, see
Figure 1 and 2. Due to the homogeneity of the sample and statistically insignificant results,
variables for gender and race were not included in the final SEM Models, see Table 1 for
information regarding demographic information. When examining if teaching experience had an
impact on competence, it was positive, but insignificant (b = .024, p = .782). Teaching
experience had a negative and insignificant impact on confidence in BIPs (b = -.147, p = .100)
and confidence in support measures (b = -.145, p = .105).
Competence Analysis
For the second research question, descriptive statistics were used to establish how much
training school psychologists have received for writing BIPs, implementing them, and on how to
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support staff implementation fidelity. The median was used instead of the mean because the data
were heavily skewed to the right because of outliers from two participants having received
substantial hours of training. When the outliers were removed from analysis, the data remained
heavily skewed to the right due to several participants having received over 200 hours of
training. The median hours of training, including outliers, school psychologists have received on
writing BIPs was 24 (range: 0–616 hours). They reported a median of 3.5 hours (range: 0–700),
of training on implementing BIPs and a median of 3.5 hours (range: 0–501) on strategies to
support implementation fidelity.
In addition, we used an SEM approach to determine if there was a variable that predicted
competence for school psychologists. Competence in Figures 1, 2, 3, and 6 was measured by the
average of total hours of training for writing, implementing, and supporting staff for BIPs. SEM
results were unable to identify a predicting variable for competence, see Figures 1, 2, and 6. In a
post-hoc analysis where the correlations between observed variables and latent variables was
examined, direct implementation was identified as a possible predictor. However, when that
variable was put into the SEM it was found that this possible predictor was small but statistically
detectable (β = -.216 standardized metric, p = .020) for competence, see Figure 6.
Confidence Analysis
The purpose of the third research question was to understand school psychologists’
confidence and if there was a predictive variable, a combination of descriptive statistics and a
CFA and an SEM were used to conduct a multivariate regression in SPSS Amos 26. Out of 122
respondents, 66% (n = 81) either agreed or strongly agreed that they felt confident implementing
the strategies they recommend in BIPs within a classroom setting, see Table 4. However, 32%
had never directly implemented a BIP. Two SEM models were used to conduct a multivariate
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analysis to determine the primary variable connected to confidence in BIPs and confidence in
support measures. None of the predictor variables were found to predict confidence in BIPs
(p>.10) and confidence in support measures (p>.10), see Figure 1 and 2.
In a post-hoc analysis for confidence in BIPs and confidence in support measures,
directly implementing a BIP was identified as a possible predicting variable. Results show that
for one standard deviation increase in directly implementing, there is a predicted standard
deviation increase in confidence in BIPs holding teaching years and school psychologist years
constant (β = 0.66 standardized, p = .001), see Figure 7. When examining confidence in support
measures for support staff options, the SEM model revealed a direct path where experience
directly implementing at BIP (β = 0.62 standardized, p = .001) was identified for confidence in
support measures implementing various staff support options, see Figure 8.
Teaching Experience Analysis
Finally, teaching experience was examined to establish if it was a critical component to
school psychologists’ experiences for BIPs and if they received that training and experience
primarily as a teacher or as a school psychologist. In Table 5, survey responses show that, most
school psychologists who have experience as a teacher of record agree or strongly agree that
their background is critical to writing BIPs (70.9%), directly implementing (83.3%), and
supporting staff to successfully implement BIPs (87.5%). Less than 10% disagreed or strongly
disagreed in each category. However, when asked if they received that training and experience
primarily as a teacher or as a school psychologist for various BIP supports, the responses were
overwhelmingly connected to school psychologists, see Table 6.
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Discussion
Does Teaching Experience Impact Competence and Confidence?
The purpose of this study was to explore the possible relationship between the
competence and confidence of school psychologists. The first research question looked at
whether teaching experience was a predicting variable for writing, implementing, and supporting
BIP implementation from staff. However, results from the data analysis show that teaching
experience is not a factor in competence or confidence. The SEM supports these claims and
coincides with the study completed by Gerner in 1981. In that study, teachers and principals
rated school psychologists with and without teacher experience, but no significant differences
were noted (Gerner, 1981). This may suggest that despite teacher’s complaints that school
psychologists, “have been out of the classroom for too long (or never were a classroom
teacher),” BIPs are not impacted in the way they anticipate (Robertson et al., 2020, p. 151).
There are other strategies that may be more effective at improving practitioner competence, such
as firsthand experience working with the teacher in the classroom (Hogan et al., 2014; Van
Acker et al., 2005).
Training for Competence
The second research question established that the amount of training school psychologists
have received regarding BIPs varied markedly, ranging from 0 hours to 616 hours. It is
concerning that school psychologists who have little to no training are being tasked with creating
BIPs as they enter the field. This level of variability may be connected to school psychologists
actively seeking additional training on behavioral supports. Despite the variability in overall BIP
training, participants consistently received more training on writing BIPs, compared to
implementation or supporting other staff with implementation. This finding is consistent with
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current research suggesting that BIPs often fail to be implemented as intended, with deficits in
training for implementation and staff support likely a significant contributing factor (Atchley,
2021; Cochrane & Laux, 2010; Cook et al., 2012; Nelson, 2020). There is some research to
suggest that better training for implementation can improve staff implementation fidelity
(Atchley, 2021; Hogan et al., 2014). University school psychology programs and those
responsible for district professional development may better serve those they train by putting a
stronger focus on supporting implementation fidelity.
Which Variables Impact Competence
Unfortunately, this survey was unable to establish a predictive variable for competence
for the latter half of the first research question. This may be connected to the deficit in the
training school psychologists have received for BIP implementation and staff support as
mentioned earlier. The lack of standardized measures available to assess the competency of a
school psychologist creating, implementing, or supporting staff implementation of behavior
plans is also concerning (Atchley, 2021). Before increasing the hours of training of school
psychologists in universities or district professional programs, a standardized measure of
competency must be created for the training to be evaluated effectively.
Level of Confidence
In addition to establishing the amount of training school psychologists have in BIPs, the
survey looked at how confident they were in using strategies to support implementation fidelity
of BIPs and finding the greatest predictor of confidence. Responses from school psychologists
indicate that on average they are confident in using strategies to support implementation fidelity
of BIPs, but they are not confident that staff are implementing the BIPs they write with fidelity.
This suggests that when the BIP is taken out of the school psychologist’s direct control, their
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confidence in BIP implementation fidelity dwindles. This is of particular concern as state
education agencies use fidelity data to determine the effectiveness of a BIP (Rollins, 2011).
Research has shown that BIPs are often implemented by staff with greater fidelity when there is
oversight and control, and yet school psychologists are not doing so (Cook et al., 2012;
Robertson et al., 2020). School psychologists may not be providing adequate support to staff for
the behavior plan, or they may have unrealistic expectations of teachers being able to utilize
those strategies. It is possible that the barriers that teachers report for BIP implementation and
implementation fidelity also effect school psychologists, such as insufficient resources and time,
burnout, school climate, and balancing competing responsibilities (Collier-Meek et al., 2019;
Elliott et al., 1984; Engstrom, 2013; Nelson, 2020; Perrone et al., 2019). Creating a structure
within the work environment for school psychologists to have sufficient resources to be able to
directly implement BIPs in the classroom with the teacher may facilitate better implementation
fidelity.
Which Variables Impact Confidence
The second part of the third research question was to find what the greatest predictor is
for confidence. Based on survey results, school psychologists directly implementing BIPs
provided the strongest predictor for confidence levels. However, a significant portion of school
psychologists have had no experience directly implementing a BIP. This suggests that school
psychologists may struggle generalizing the theoretical training received from the university or
professional development into practice in the school setting. Current research supports this
statement as it can be seen in other studies on the research-to-practice gap, where staff walked
away from trainings without making changes to their practice or forgetting the training entirely
(Chidley & Stringer, 2020; Patel, 2013). An increase in training provided at the university or
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professional development level cannot be done in isolation of the work environment if
meaningful change is desired (Chidley & Stringer, 2020; Georgiades & Phillimore, 1975).
Teaching Background Perceptions
The final research question asked those with teaching experience if they felt that their
backgrounds were critical components of writing, implementing, and supporting staff BIP
implementation. The majority of participants stated that their background was very important
and impacted their work as school psychologists. However, the SEM did not find any meaningful
associations between teaching experience and school psychologist confidence or competence
connected to BIPs, nor did teaching experience have any impact on BIP implementation fidelity.
It is possible that there were additional variables missed in the survey, such as teacher resistance.
The amount of resistance a teacher might have to BIP recommendations might vary based on a
school psychologist having or not having teaching experience (Engstrom, 2013). Another
possibly is that a teaching background may influence how a school psychologist writes a BIP.
While the differences in written BIPs was not captured in the survey, a survey conducted by
teachers and principals in 1981 evaluating school psychologists found no statistically significant
differences between the two groups.
Limitations and Future Directions
There are several limitations in this research that must be considered. The first is the
small sample size of school psychologists with a teaching background. These results may have
resulted in a type II error due to a lack of statistical power (Martella et al., 2013). The sample
was further limited as only one state association agreed to distribute the survey within the
recruiting period to its members resulting in an uneven distribution of the survey within the
targeted region in terms of geography and settings (rural vs suburban and urban). Results may
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not be generalizable to the rest of the United States (Dillman et al., 2009). Another significant
limitation was that the response rate based on emails sent was 16%. This may have resulted in
biased response rates from participants. Due to this limitation, it may have also resulted in data
analysis with limited generalizability. A preferred response rate would have been 60% to ensure
a more even response (given the outlier responses gathered here). With a larger sample
population, it may be easier to determine if a type II error exists.
Second, a self-report survey relying on quantitative data may not be the most accurate
way of measuring competence or confidence. This research did not analyze if there were
quantitative or qualitative differences outside of a self-report on the hours of training in writing
BIPs, on BIP implementation, or on the various BIP implementation supports offered to staff. It
is possible that a different qualitative method may provide clearer results. In addition, it is
possible that additional experts might have provided additional or different feedback on the
construction for the survey questions. Future research should focus on identifying methods to
directly observe variables for competence, such as comparing BIPs and the implementation of
them, to establish if teaching experience impacts BIPs.
The depth of the data that might have been collected was reduced because closed
questions were chosen for the survey. While closed questions were selected to increase the
probability of survey completion (Dillman et al., 2009; Fowler, 2014), open-ended questions or
semi-structured interviews may yield different results in future research. There was a correlation
between school psychologists who had implemented a BIP and their confidence. Future research
exploring that correlation may establish causal relationships if they exist.
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Conclusion
The current study was unable to establish a correlation between teaching experience and
behavior intervention plans. However, it was able to highlight a disparity between the hours of
training for school psychologists writing a BIP and the hours spent implementing BIPs and
supporting staff in their efforts to implement BIPs. There was also moderate correlation between
experience directly implementing a BIP and confidence. This suggests that additional research
surrounding the concept of training to practice creating and implementing BIPs may be
beneficial in identifying methods for improving implementation fidelity, competence, and
confidence of school psychologists. Additional research utilizing experimental, or case study
data may expand the current understanding of BIP implementation training and experience and
the possible impact it may have on competence, confidence, and implementation fidelity.
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Tables
Table 1
Descriptive Statistics for All Study Variables
N (%)
Age

20–29
30–39
40–49
50–59
60+

20 (16.4)
34 (27.9)
34 (27.9)
23 (18.9)
11 (9.0)

Male
Female
Other

27 (22)
93 (76)
2 (2)

American Indian or Alaskan Native

1 (1)

Gender

Race

Total
122

122
122

122

Asian
Black or African American

3 (3)

Latino/a/x
Multiracial

1 (1)
3 (2)

Polynesian/ Pacific Islander

2 (1)

White
Prefer not to say

0
108 (89)
2 (3)

Highest Degree Earned

Location

122

Master’s
Specialist Degree
Doctorate

23 (19)
80 (66)
19 (15)

Rural
Suburban
Urban

44 (36)
56 (46)
22 (18)

122
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N (%)
State
Arizona
Colorado
Idaho
Montana
Nevada
New Mexico
Utah
Wyoming
Missing
School Accreditation
State
NASP
APA
Other
Years as Teacher
1 Year
2 Years
3–5 Years
6–9 Years
10+ Years
Years as School Psych
Intern
1 Year
2–3 Years
4–5 Years
6–10 Years
10+ Years
Title 1
Yes
No

36 (29.5)
7 (5.7)
4 (3.3)
17 (13.9)
2 (1.6)
3 (2.5)
23 (18.9)
13 (10.7)
17 (13.9)
60
89
25
2
3 (11)
4 (14)
5 (18)
6 (21)
10 (36)
5 (4)
2 (1)
19 (16)
12 (10)
19 (16)
65 (53)
83 (68)
39 (32)

Total
122
122

122

28

122

122
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Table 2
Predictive Variables’ Impact on Competence and Confidence in BIPs SEM Model 1
χ2 = 141.2, df = 76, χ2/ df = 1.996, CFI = .939; RMSEA = 0.084, GFI = .854
Predictor Variables

Standardized

p-value

Estimates
Outcome: Competence
Years as a Teacher

.087

.324

Years as a School

.111

.218

NASP

-.231

.015

Highest Degree

.139

.135

BIPs Each Year

.147

.101

Years as a Teacher

-.135

.130

Years as a School

-.161

.079

NASP

-.038

.686

Highest Degree

-.103

.268

BIPs Each Year

-.207

.024

Psychologist

Outcome: Confidence in BIPs

Psychologist

Note. Refer to Figure 1 for image of SEM.
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Table 3
Predictive Variables’ Impact on Competence and Confidence in Support Measures SEM Model 2
χ2 = 89.4, df = 63, χ2/ df = 1.419, CFI = .974, RMSEA = .059, GFI = .906
Predictor Variables

Standardized

p-value

Estimates
Outcome: Competence
Years as a Teacher

.024

.782

Years as a School

.105

.239

NASP

-.233

.013

Highest Degree

.136

.140

BIPs Each Year

.147

.100

Psychologist

Outcome: Confidence in Support Measures
Years as a Teacher

-.145

.105

Years as a School

-.122

.185

NASP

-.046

.628

Highest Degree

-.119

.202

BIPs Each Year

-.169

.062

Psychologist

Note. Refer to Figure 2 for image of SEM.
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Table 4
School Psychologists’ Confidence in Ability to Manage BIPs
Write BIPs

Implement BIPs

Support Staff BIPs

N (%)

N (%)

N (%)

Strongly Agree

29 (23.8%)

23 (18.9%)

20 (16.4%)

Agree

47 (38.5%)

43 (35.2%)

53 (43.4%)

Neither Agree nor Disagree

20 (16.4%)

28 (23.0%)

27 (22.1%)

Disagree

9 (7.4%)

10 (8.2%)

5 (4.1%)

Strongly Disagree

0

1 (0.8%)

0

Missing

17 (13.9)

17 (13.9)

17 (13.9)

Total

122

122

122
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Table 5
School Psychologists With Teaching Experience—Background is Critical to BIPs
Write BIPs

Implement BIPs

Support Staff BIPs

Strongly Agree

N (%)
7 (29.2%)

N (%)
6 (25%)

N (%)
8 (33.3%)

Agree

10 (41.7%)

14 (58.3%)

13 (54.2%)

Neither Agree nor Disagree

5 (20.8%)

2 (8.3%)

1 (4.2%)

Disagree

1 (4.2%)

1 (4.2%)

1 (4.2%)

Strongly Disagree

1 (4.2%)

1 (4.2%)

1 (4.2%)

24

24

24

Total

47
Table 6
Training and Experience as a School Psychologist Versus as a Teacher
School

N (%)

Teacher

Performance Feedback

2 (7%)

26 (93%)

<.001

Implementation Planning

3 (11%)

25 (89%)

<.001

Modeling

4 (14%)

24 (86%)

<.001

Coaching

2 (7%)

26 (93%)

<.001

Intervention Choice

6 (21%)

22 (79%)

<.001

Behavior Consultation

1 (4%)

27 (96%)

<.001

Psychologist

p
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Figures
Figure 1
SEM 1 for Competence and Confidence in BIPs With Teacher and School Characteristics as
Predictors

Legend
Insignificant: ----------Significant:
Note. See Table 2 for β scores predicting competence and confidence in BIPs.
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Figure 2
SEM 2 for Competence and Confidence in Support Measures With Teacher and School
Characteristics as Predictors

Legend
Insignificant: ----------Significant:
Note. See Table 3 for β scores predicting competence and confidence in support measures.
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Figure 3
CFA Model: Competence From Hours of Training
CFA Model: Competence from Hours of Training

Legend
Insignificant: ----------Significant:

*p < .05 ** p < .01 ***p < .001.

Note. There were no meaningful fit statistics because competence was identified by only three
indicators. Standardized estimates are shown above.
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Figure 4
CFA Model: Confidence in BIPs for Writing, Implementing, and Supporting Staff BIPs

Legend
Insignificant: ----------Significant:
Note. Standardized estimates are shown above.

*p < .05 ** p < .01 ***p < .001.
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Figure 5
CFA Model: Confidence in Support Measures for Various Staff Supports

Legend
Insignificant: ----------Significant:
Note. Standardized estimates are shown above.

*p < .05 ** p < .01 ***p < .001.
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Figure 6
Post-Hoc SEM Model: Competence From Hours of Training

Insignificant: ----------Significant:
Note. Standardized estimates are shown above.
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Figure 7
Post-Hoc SEM Model: Confidence in BIPs Based on Direct Implementation

Legend
Insignificant: ----------Significant:

*p < .05 ** p < .01 ***p < .001.

Note. Above is the SEM for confidence in BIPs showing a connection between directly
implementing a BIP and confidence in BIPs while controlling for the number of years working as
a teacher of record and number of years as a school psychologist. Standardized estimates are
shown above.
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Figure 8
Post-Hoc SEM Model: Confidence in Support Measures Based on Direct Implementation

Legend
Insignificant: ----------Significant:

*p < .05 ** p < .01 ***p < .001.

Note. Above is the SEM for confidence in support measures showing a connection between
directly implementing a BIP and confidence in support measures while controlling for the
number of years working as a teacher of record and number of years as a school psychologist.
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APPENDIX A
Review of the Literature
School Psychology History
The role of school psychologists has gradually changed over time. Originally, school
psychologists were tasked with the role of gatekeeping because until the 1950s they primarily
administered assessments associated with eligibility determination for students to be identified
for special education (Miami University, n.d.; Reiser et al., 2010; Shernoff et al., 2016). School
psychology organizations have made a concerted effort throughout history to broaden their role
to include preventative and supportive efforts in assisting teachers and school staff (Reiser et al.,
2010). Unfortunately, there is very limited research regarding whether classroom teaching
experience impacts school psychologists’ efforts to support teachers and school staff. In fact, the
most recent study on how school psychologists’ prior classroom experience influences the
support they provide to educators and staff was completed in 1981, over 40 years ago. In that
study, teachers and principals rated school psychologists’ performance in communication,
educational understanding, consultation, quality of recommendations, and general satisfaction.
There were no significant differences found between teacher and principal ratings except that
teachers with 6 or more years of teaching experience rated school psychologists significantly
lower (Gerner, 1981).
In 1975, the United States passed the Education for All Handicapped Children Act
(EHA), resulting in a dramatic shift in education. Prior to the passage of EHA, many states had
laws specifically excluding students with disabilities (U. S. Department of Education, 2022).
Four out of five students with disabilities were excluded from public schools during that time.
This law was meant to ensure that special education students receive a free and appropriate
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public education (FAPE; Lechtenberger, 2015; Nelson, 2020). It also required public schools to
serve the needs of students with disabilities based on students’ individual education needs (Pope
et al., 2020). However, many students with disabilities were still denied access to educational
opportunities because they were placed in separate buildings or classrooms from their peers. One
reason many individuals endorsed this form of segregation was physical safety concerns for the
students and everyone else (Wehmeyer, 2022). EHA did not address those behavioral concerns
resulting from a student’s disability, and so additional structural changes were required to
improve student access to an appropriate education.
Due to the need for additional supports for students with disabilities, the Individuals with
Disabilities Education Act (IDEA) was reauthorized in 1990. This law was meant to ensure that
special education students receive a free and appropriate public education (FAPE) along with
adequate supports and services (Nelson, 2020). It also required public schools to serve the
educational needs of students with disabilities between the ages of 3 to 21 in the least restrictive
environment (LRE) (Pope et al., 2020). One important aspect of the IDEA was that it “also
provided disciplinary provisions for students who received special education and related
services” (Nelson, 2020, p. 1). This aspect was not included in EHA. IDEA eventually caused a
shift in education that has resulted in the gradual mainstreaming of many students with special
needs into the general education classroom and a reduction of students with disabilities being
segregated into self-contained classrooms due to behavior (Nelson, 2020; Wilson, 2020). As a
result, the most recent data from 2020 to 2021 show that over 66% of students with disabilities
are now in general education classrooms receiving instruction (U. S. Department of Education,
2022).
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These changes from IDEA resulted in teachers managing students’ problem behaviors
and supporting students who would have historically been placed in more restrictive
environments or who would not have been permitted to attend school at all. The introduction of
IDEA has also resulted in an increase in the development of behavior intervention plans (BIPs).
Prior to IDEA, problem behaviors could have resulted in removal of the student from the general
education classroom, detention, in-school or out-of-school suspension, or even expulsion
(Nelson, 2020; Walker & Barry, 2017). To support teachers who were managing problem
behavior, school psychologists began offering more support to strengthen general education
teachers’ behavior management skills.
Behavior Intervention Plans
One support school psychologists can offer teachers and school staff is in writing BIPs,
which were introduced into United States law as part of IDEA and reauthorized in the
Individuals with Disabilities Education Improvement Act (IDEIA) in 2004. This law states that
all schools that receive federal funding must address students’ maladaptive behaviors that
impede learning through behavioral intervention strategies. The purpose of a BIP is to address
maladaptive behaviors as well as to promote healthy behaviors and foster a positive learning
environment (Morin, 2021). A BIP can be developed to address a wide range of behaviors,
including refusal to work, disruption, throwing chairs, self-injury, punching, biting, head-butting,
destruction of school property, and more (E. R v. Spring Branch Independent School District,
2018; Hodgins, n.d.; Parrish v. Bentonville School District, 2018). These maladaptive behaviors
impact an individual student’s learning as well as the learning of the other students in the same
class (Cook et al., 2012).
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Because problem behavior can be so disruptive to students’ learning, an accurate and
effective BIP based on the student’s needs is a critical component for student success (Lake
Travis Indep. Sch. Dist., 45 IDELR 204 (SEA TX 2005); C. F. v. New York City Dept. of Educ.,
2014). However, even the best BIP is useless unless it is implemented correctly. The extent to
which an intervention is implemented as designed is called implementation fidelity (Nelson,
2020). Implementation fidelity as it relates to BIPs is the degree to which the plan is executed as
originally intended or written. It is also known as treatment fidelity, program adherence,
implementation adherence, treatment integrity, or intervention fidelity (Bellg et al., 2004;
Gresham, 1989; McGee et al., 2018; Wilkinson, 2006; Wilkinson, 2007). Implementation fidelity
is the bridge between the written intervention and student outcomes (Carroll et al., 2007). It is
primarily when BIPs are implemented as originally intended that they prove effective for student
outcomes (Gresham, 1989; Lane et al., 2010; Walker & Barry, 2017; Wilkinson, 2007). When
looking at the overall BIP, Harn et al. (2013) recommend 90% or greater implementation fidelity
in order for stakeholders to have confidence that the intervention was sufficiently executed as
written. In some cases, failure to implement a BIP as it is written may result in depriving a
student of receiving a free and appropriate public education (FAPE) as mandated in United
States law (Houston Indep. Sch. Dist. v. Bobby R., 2000; Neosho R-V Sch. Dist. v. Clark, 2003;
United States Department of Education, 2016).
Behavior Plan Implementation Fidelity
Even though BIPs have been codified into law, school personnel have made limited
progress in meeting BIP mandates (Cook et al., 2012). One factor that contributes to poor
implementation fidelity of BIPs is the lack of standardization of what is included in a BIP
(Atchley, 2021). The legal requirements for BIPs as discussed in IDEA are vague, and BIP
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requirements vary significantly from state to state (Atchley, 2021). The little guidance found in
IDEA stipulates that BIPs must be based on positive behavioral strategies (Atchley, 2021). There
is some research to suggest that staff can develop more effective BIPs when they have access to
better training, but without clear expectations or standards it is difficult to establish best
practices, and it is also difficult to accurately assess practitioner competence other than by
identifying how many hours of training practitioners have received (Atchley, 2021; Collins &
Zirkel, 2016; Marrs et al., 2022; Van Acker et al., 2005).
Another key factor that contributes to this lack of BIP progress is poor implementation
fidelity. The barriers to BIP implementation fidelity are varied and well documented (Robertson
et al., 2020). One possible barrier to effective BIP implementation is that school psychologists
develop the BIPs but then ask teachers to implement the plans. Having a school psychologist
create a BIP that will be implemented by someone else necessarily means the plan is developed
based on the psychologist’s experience rather than the teacher’s experience. In one survey study,
teachers and staff reported that the BIPs they received from their school psychologist were
unrealistic and ineffective because the psychologist did not know the student or the classroom
context (Robertson et al., 2020). One teacher reported, “The people writing them [the BIPs]
barely know the student and have been out of the classroom for too long (or never were a
classroom teacher) and put in unrealistic expectations for both staff and the student” (Robertson
et al., 2020, p. 151).
Fidelity Barriers
Teachers report a range of reasons for poor BIP fidelity. A lack of familiarity with the
BIP is one of the most cited reasons teachers provide (Walker & Barry, 2017). Some teachers
disagree with the recommendations, which results in teacher resistance (Engstrom, 2013). Other
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teachers state that they do not have enough time and energy to implement the plan because they
are also addressing the needs of other students and attending to other competing responsibilities
(Gonzalez et al., 2004). In addition, the complexity of an intervention can impact implementation
fidelity because the more elaborate an intervention, the less likely it is to be implemented
(Collier-Meek et al., 2019). Teachers also report insufficient resources and staff, burnout, school
climate, and balancing competing responsibilities as barriers to implementation fidelity (CollierMeek et al., 2019; Elliott et al., 1984; Nelson, 2020; Perrone et al., 2019). With teachers’
extensive to-do lists, they have reported that the heavy responsibility of a BIP has left them
feeling overwhelmed (Engstrom, 2013).
Practitioner Competence
There may be merit to this teacher resistance, as some research links implementation
fidelity with practitioner competence in therapeutic settings (Cook et al., 2012; Perepletchikova
& Kazdin, 2005). It is possible that school psychologists do not have sufficient competence in
developing, implementing, and supporting staff with BIPs. Within the medical setting, research
has found that an increase in the amount training for medical professionals results in an increase
in competence, and it is possible that the same pattern may be applied to school psychologists
(Taylor et al., 2021). However, the form of training that medical professionals receive follows
the training-to-practice model, and it is unclear if that same standard is applied to the training
that school psychologists receive for BIPs. In addition, from a therapeutic standpoint there is no
standard agreement for the amount of hours of training required for competency (Lowe, 2013).
Because teachers are often the ones tasked with implementing BIPs, they may have more
experience applying theory to practice than school psychologists do.
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Practitioner Confidence
There are multiple factors that may also impact school psychologists’ confidence in BIPs
and BIP implementation fidelity. Psychological research has suggested that confidence increases
with the number of diagnostic decisions made (Maki, 2022). However, this research was tied
with the decision-making process for determining whether a student meets the criteria for having
a disability. Additional research is needed to determine if BIP implantation confidence is
connected to number of BIPs created or number of BIPs implemented. Another possible
influence for confidence is the years of experience a school psychologist might have (Maki,
2022). The mindfulness a school psychologist has for potential barriers to BIP implementation
and behavioral consultation is also a factor that may impact confidence in BIPs implementation
fidelity (Cormaci et al., 2022).
Behavior Intervention Plan Supports
While practitioner competence and possible confidence may improve implementation
fidelity, there are also multiple supports currently available to improve teacher implementation
fidelity. The strategies that have been studied include: performance feedback, coaching,
intervention choice, and modeling (Nelson, 2020). The strategy of performance feedback is when
an individual monitors how a BIP is being implemented and then provides feedback to improve
fidelity (Mouzakitis et al., 2015). A meta-analysis completed in 2012 on performance feedback
saw significant improvement regarding implementation fidelity and a small but significant
improvement in student behavior when performance feedback was given (Mouzakitis et al.,
2015). The next strategy is coaching, which might be replaced by the word “teaching” because
the person who created this intervention is teaching someone how to do the BIP (Rigby, 2019).
In the strategy of intervention choice, the teacher selects the intervention he or she will do with

63
the student based on collaboration with the school psychologist. And finally, the strategy of
modeling is when the learner (the teacher) observes the instruction before implementing it on his
or her own (Madzharova et al., 2018; Salisu & Ransom, 2014). Consultation and implementation
planning are services commonly provided by school psychologists to improve implementation
fidelity. A consultation is where the school psychologist collaborates with the teacher on the
creation of a BIP while implementation planning highlights potential implementation barriers
and a plan for addressing them (Sanetti, 2015). All these strategies have improved
implementation fidelity when they are undertaken with oversight or control (Cook et al., 2012).
Other methods to improve implementation fidelity, such as self-monitoring and support-byrequest, do not reach the needed BIP fidelity criterion unless an additional measure of support is
incorporated, such as performance feedback (Holmes et al., 2021; Nelson, 2020).
It seems that school psychologists with teaching experience would write BIPs that are
more closely aligned with teacher experience and would therefore be easier to implement with
fidelity. Unfortunately, there is a lack of research regarding whether school psychologists with
classroom management experience recommend stronger BIPs or offer more helpful supports to
teachers and school staff. One way to support teachers and improve BIP fidelity is to address
whether teaching experience is connected to practitioner competence.
Definition of Terms
Behavior Intervention Plan (BIP): A plan to address maladaptive behaviors as well as to
promote healthy behaviors and foster a positive learning environment (Barrington, 2019; Morin,
2021). The behaviors a BIP addresses may vary widely in intensity and frequency.
Comparative Fit Index (CFI): An index that Compares the proposed model from a model
with the worst fit. Values above 0.90 indicate a good fit.
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Free and Appropriate Public Education (FAPE): A federal bill giving education rights to
all students who have been identified as having a disability. FAPE was enshrined into law
through the Individuals with Disabilities Education Act (IDEA; Nelson, 2020).
Functional Behavior Analysis (FBA): A process for identifying the function or reason for
student behavior and then using that information to develop a BIP to address the maladaptive
behavior (PaTTAN, 2021).
Root Mean Square Error of Approximation (RMSEA): “An absolute fit index, in that it
assesses how far a hypothesized model is from a perfect model” (Xia & Yang, 2018).
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School Psychologists Need Classroom Management Experience
Consent to Be a Research Subject
Introduction
This research study is being conducted by Misty Coplan, a graduate student from the Department
of Education at Brigham Young University. I am conducting this research under the supervision
of Christian Sabey from the Department of Education. This study has been approved by the
Institutional Review Board (IRB) of Brigham Young University Protocol #2022-110.
This survey is to determine whether classroom management experience impacts BIP
recommendations school psychologists provide teachers. You were invited to participate because
of your experience as a school psychologist in creating behavior intervention plans (BIPs).
Procedures
If you agree to participate in this research study, you will be asked to complete survey items
online that will take 10 to 15 minutes.
Risks/Discomforts
To the best of our knowledge, this activity will have no more risk of harm than what you would
experience in everyday life. We will take steps to minimize the risk of confidentiality being
breached, to the extent possible. Potential risks may include mild discomfort when thinking
about current or previous BIPs you may have implemented.
Benefits
There will be no direct benefit. It is hoped, however, that through your participation researchers
may learn more about whether classroom management experience impacts the perceived
confidence and competence of school psychologists regarding BIPs and other staff support.
Compensation
When you complete all of the questions in the survey, $1 will be donated to Feeding America.
You will also receive my heartfelt thanks for your participation in this survey.
Confidentiality
No identifying information will be collected in this study. All survey data will be kept
confidential and will only be reported in a conglomerate format (only reporting combined results
and never reporting individual results.) Information provided may be presented at conferences,
meetings, articles, or used for educational purposes. Survey data will be stored on password
protected devices that only researchers and research assistants will have access to.
Participation
Participation in this research study is voluntary. You have the right to withdraw at any time or
refuse to participate entirely without penalty or loss of benefits.
Questions about the Research
If you have any questions about this study, please contact Misty Coplan at _____________.
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Questions about Your Rights as Research Participants
Should you have comments, or concerns regarding the conduct of the research or questions about
your rights as a research subject, you can call the BYU Human Research Protections Program at
801-422-1461 or BYU.HRPP@byu.edu.
Statement of Consent
I have read the informed consent. I have had ample opportunity to ask questions about the
purposes, procedures, risks and benefits regarding this research study. I understand that my
participation is voluntary. I may refuse to participate or withdraw participation at any time
without penalty. The researcher may withdraw me from the research at his or her professional
discretion. There will be no personally identifying information collected in this study. If any
identifiers are collected, they will be removed from the data. De-identifiable data may be used
for future research studies or distributed to another investigator for future research without
additional informed consent from the subject or the representative.
Selecting “I agree” below indicates that you have read and reviewed the research description
provided above, and further indicates that you agree to participate in the following study. You
have the right to withdraw from participation at any time without penalty
 I agree to participate in this study.
 I do NOT agree to participate in this study.
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APPENDIX C
Instruments
Qualtrics Software
The output for this paper was generated using Experience Platform (XM) Qualtrics
software. Copyright © 2020 Qualtrics. Qualtrics and all other Qualtrics product or service names
are registered trademarks or trademarks of Qualtrics, Provo, UT, USA.
SPSS
SPSS software was used its ability to provide multivariate analysis and advanced
analytics. © Copyright IBM Corporation 1994, 2022.
SPSS Amos Version 26
SPSS Amos Software was designed for structural equation modeling and was used to
conduct structural equation modeling for this thesis. © Copyright IBM Corporation 1994, 2022.
Qualitrics Survey
Do School Psychologists Need More Experience?
Intro and Consent
This research study is being conducted by Misty Coplan, a graduate student from the
Department of Education at Brigham Young University. I am conducting this research under the
supervision of Christian Sabey from the Department of Education. This study has been approved
by the Institutional Review Board (IRB) of Brigham Young University Protocol #2022-110.
This survey is to determine whether classroom management experience impacts BIP
recommendations school psychologists provide teachers. You were invited to participate because
of your experience as a school psychologist in creating behavior intervention plans (BIPs).
Procedures
If you agree to participate in this research study, you will be asked to complete survey items
online that will take 10 to 15 minutes.
Risks/Discomforts
To the best of our knowledge, this activity will have no more risk of harm than what you would
experience in everyday life. We will take steps to minimize the risk of confidentiality being
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breached, to the extent possible. Potential risks may include mild discomfort when thinking
about current or previous BIPs you may have implemented.
Benefits
There will be no direct benefit. It is hoped, however, that through your participation researchers
may learn more about whether classroom management experience impacts the perceived
confidence and competence of school psychologists regarding BIPs and other staff support.
Compensation
When you complete all of the questions in the survey, $1 will be donated to Feeding America.
You will also receive my heartfelt thanks for your participation in this survey.
Confidentiality
No identifying information will be collected in this study. All survey data will be kept
confidential and will only be reported in a conglomerate format (only reporting combined results
and never reporting individual results.) Information provided may be presented at conferences,
meetings, articles, or used for educational purposes. Survey data will be stored on password
protected devices that only researchers and research assistants will have access to.
Participation
Participation in this research study is voluntary. You have the right to withdraw at any time or
refuse to participate entirely without penalty or loss of benefits.
Questions about the Research
If you have any questions about this study, please contact Misty Coplan at ________________.
Questions about Your Rights as Research Participants
Should you have comments, or concerns regarding the conduct of the research or questions about
your rights as a research subject, you can call the BYU Human Research Protections Program at
801-422-1461 or BYU.HRPP@byu.edu.
Statement of Consent
I have read the informed consent. I have had ample opportunity to ask questions about the
purposes, procedures, risks and benefits regarding this research study. I understand that my
participation is voluntary. I may refuse to participate or withdraw participation at any time
without penalty. The researcher may withdraw me from the research at his or her professional
discretion. There will be no personally identifying information collected in this study. If any
identifiers are collected, they will be removed from the data. De-identifiable data may be used
for future research studies or distributed to another investigator for future research without
additional informed consent from the subject or the representative.
Selecting “I agree” below indicates that you have read and reviewed the research description

78
provided above, and further indicates that you agree to participate in the following study. You
have the right to withdraw from participation at any time without penalty

o I agree to participate in this study (1)
o I do NOT agree to participate in this study (2)
Skip To: End of Survey If Intro and Consent = I do NOT agree to participate in this study

Q1 What is your age?

o 20-29 (1)
o 30-39 (2)
o 40-49 (3)
o 50-59 (4)
o 60+ (5)

Q2 I identify as a _________

o Man (1)
o Woman (2)
o Transgender/ Nonbinary (3)
o Prefer not to say (4)
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Q3 How would you describe yourself?

▢
▢
▢
▢
▢
▢
▢
▢

American Indian or Alaskan Native (1)
Asian (2)
Black or African American (3)
Latino/a/x (4)
Multiracial (5)
Polynesian/ Pacific Islander (6)
White (7)
Prefer not to say (8)

Q4 In what state are you currently practicing?

▢
▢
▢
▢
▢
▢
▢
▢

Arizona (1)
Colorado (2)
Idaho (3)
Montana (4)
Nevada (5)
New Mexico (6)
Utah (7)
Wyoming (8)

80
Q5 What is the highest level of degree you have earned?

o Master’s (1)
o Specialist Degree (e.g.-EdS, EdD) (2)
o Doctorate (3)

Q6 What was the accreditation status of your program when you received your degree? (Please
check all that apply).

▢
▢
▢
▢

State (1)
NASP (2)
APA (3)
Other (Please specify) (4) ____________________________________________

Q7 Are you a current member of _____? (Please check all that apply).

▢
▢
▢
▢
▢

(State) School Psychologist Association (i.e.- UASP, CSSP, etc.) (1)
NASP (2)
APA (3)
Other (Please specify) (4) _______________________________
None (5)

Q8 Are you currently practicing as a school psychologist or interning as a school psychologist?
If you answer “no" to this question, you do not qualify as a participant and will be exited from
the study.

o Yes (1)
o No (2)

Skip To: End of Survey If Q8 = No
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Q9 Do your current job responsibilities include preparing behavior intervention plans (BIPs)?

o Yes (1)
o No (2)

Skip To: End of Survey If Q9 = No

Q10 Have you prepared at least one BIP in the last year?

o Yes (1)
o No (2)

Skip To: End of Survey If Q10 = No

Q11 Approximately how many BIPs do you prepare in a typical school year?

o 1 (1)
o 2 (2)
o 3 (3)
o 4 (4)
o 5 (5)
o 6 (6)
o 7 (7)
o 8 (8)
o 9 (9)
o 10+ (10)
o Other (11)

Skip To: Q12 If Q11 = Other
Skip To: Q13 If Q11! = Other

Q12 If you selected other, please specify approximately how many BIPs you prepare in a typical
school year.
________________________________________________________________

Q13 What is the typical number of students you see in a school year (for example, 2019-2020)
that have behavior intervention plans? Note: for this question, BIPs do not have to be the primary
reason for seeing the student.
0
300
Number of students
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Q14 How many years have you been a school psychologist employed in a school setting?

o Intern (1)
o 1 Year (2)
o 2-3 Years (3)
o 4-5 Years (4)
o 6-10 Years (5)
o 10+ Years (6)

Q15 Do you currently practice in a Title 1 school?

o Yes (1)
o No (2)

Q16 Where do you currently work?

▢
▢
▢
▢

Public School (1)
Private School (2)
Charter School (3)
Other: Please specify (4) ___________________________________________

Q17 Which level of schooling do you spend the majority of your time working in?

o Preschool (1)
o Elementary (2)
o Junior High/ Middle School (3)
o High School (4)
o Alternative School (5)
o Other: Please specify (6) _________________________________________________
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Q18 Do you mostly practice in a rural, suburban, or urban location?

o Rural (1)
o Suburban (2)
o Urban (3)

Q19 Have you ever worked as a licensed teacher (teacher of record)?

o Yes (1)
o No (2)

Display This Question:
If Q19 = Yes

Q20 How many years did you work as a licensed teacher (teacher of record)?

o 1 Year (1)
o 2 Years (2)
o 3-5 Years (3)
o 6-9 Years (4)
o 10+ Years (5)

Display This Question:
If Q19 = Yes

Q21 In what setting did you teach? (If more than one, chose the one where you worked for the
longest time).

o General education (1)
o Special education (mild/moderate) (2)
o Special education (severe) (3)
o Gifted education (4)
o Early childhood (pre-k) (5)
o Post high school (adult education) (6)
o Other: Please specify (7) ___________________________________________________
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Display This Question:
If Q19 = Yes

Q22 What is the highest degree you held as a teacher?

o Bachelor’s (1)
o Master’s (2)
o Doctoral (3)
o Other: Please specify (4) __________________________________________________
Q23 Have you ever received training on BIPs?
o Yes (1)
o No (2)
Display This Question:
If Q23 = Yes

Q24 Approximately how many hours of training have you received on BIPs?
______________________________________________________________________________
Q25 Did you receive training on writing BIPs?

o Yes (1)
o No (2)

Display This Question:
If Q25 = Yes

Q26 Approximately how many hours of training have you received on writing BIPs and in what
setting?
0
150
300
University course work
Professional development (in service)
Independent conferences or workshops
Other: Please specify
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Display This Question:
If Q26 [ Professional development (in service)] >= 1
And Q19 = Yes

Q27 If yes to professional development: How many of those hours were completed as a teacher?
0
150
300
Professional development (in service)

Display This Question:
If Q26 [ Professional development (in service)] >= 1

Q28 If yes to professional development: How many of those hours were completed as a school
psychologist?
0
150
300
Professional development (in service)
Q29 How would you rate your skills in writing BIPs?

o Very good (1)
o Good (2)
o Neutral (3)
o Poor (4)
o Very poor (5)

Q30 Did you receive training on directly implementing the practices you include in the BIPs
you write?

o Yes (1)
o No (2)
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Display This Question:
If Q30 = Yes

Q31 Approximately how many hours of training have you received on directly
implementing BIPs and in what setting?
0
150
University course work

300

Professional development (in service)
Independent conferences or workshops
Other: Please specify
Skip To: Q34 If Q31 [ Professional development (in service)] < 1
Display This Question:
If Q19 = Yes
And Q31 [ Professional development (in service)] >= 1

Q32 If yes to professional development: How many of those hours were completed as a teacher?
0
150
300
In service training as a teacher

Display This Question:
If Q31 [ Professional development (in service)] > 0

Q33 If yes to professional development: How many of those hours were completed as a school
psychologist?
0
150
300
In service training as a school psych
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Q34 How would you rate your skills in directly implementing the practices you include in the
BIPs you write?

o Very good (1)
o Good (2)
o Neutral (3)
o Poor (4)
o Very poor (5)

Q35 Did you receive training on supporting teachers, paraprofessionals, or other school
personnel to implement the practices you include in the BIPs you write?

o Yes (1)
o No (2)

Display This Question:
If Q35 = Yes

Q36 Approximately how many hours of training have you received on supporting
teachers, paraprofessionals, or other school personnel to implement BIPs and in what setting?
0
150
300
University coursework
Professional development (in service)
Independent conferences or workshops
Other: Please specify
Skip To: Q39 If Q36 [ Professional development (in service)] < 1
Display This Question:
If Q19 = Yes
And Q36 [ Professional development (in service)] >= 1

Q37 If yes to professional development: How many of those hours were completed as a teacher?
0
In service training as a teacher

150

300
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Display This Question:
If Q36 [ Professional development (in service)] >= 1

Q38 If yes to professional development: How many of those hours were completed as a school
psychologist?
0
150
300
In service training as a school psych
Q39 How would you rate your skills in supporting others to implement the practices included in
the BIPs you write?

o Very good (1)
o Good (2)
o Neutral (3)
o Poor (4)
o Very poor (5)

Q40 Have you received training on any of the following practices to support other school
personnel in implementing BIPs you have written? (Mark all that apply.)

▢
▢
▢
▢
▢
▢
▢

Performance feedback (1)
Implementation planning (2)
Modeling (3)
Coaching (4)
Intervention choice (5)
Conjoint behavior consultation (6)
Other: Please specify (7) _____________________________________________
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Q41 I am confident that the BIPs I write are implemented with fidelity.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Q42 Have you ever had to directly implement a behavior intervention plan in a classroom
setting?

o Yes (1)
o No (2)

Q43 I feel confident implementing the strategies I recommend in a BIP in a classroom setting.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Display This Question:
If Q19 = Yes

Q44 I feel that my experience as a teacher is critical to my ability to write high quality BIPs.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)
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Q45 I feel I have the training and experience necessary to write high quality BIPs.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Display This Question:
If Q19 = Yes

Q46 I feel that my experience as a teacher is critical to my ability to directly implement the
practices I include in the BIPs I write.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Q47 I feel that I have the training and experience necessary to directly implement the practices
that I include in the BIPs I write.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)
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Display This Question:
If Q19 = Yes

Q48 I feel that my experience as a teacher is critical to my ability to support teachers,
paraprofessionals, or other school personnel to successfully implement the BIPs I write.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Q49 I feel that I have the training and experience necessary to support teachers,
paraprofessionals, or other school personnel to successfully implement the BIPs I write.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Q50 I feel that I have the training and experience necessary to effectively use performance
feedback to support other school personnel to successfully implement the BIPs I write.

o Strongly Agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly Disagree (5)

Skip To: Q52 If Q50 = Neither agree nor disagree
Skip To: Q52 If Q50 = Disagree
Skip To: Q52 If Q50 = Strongly Disagree
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Display This Question:
If Q50 = Strongly Agree
Or Q50 = Agree

Q51 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)

Q52 I feel that I have the training and experience necessary to effectively use implementation
planning to support other school personnel to successfully implement the BIPs I write.

o Strongly agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly disagree (5)

Skip To: Q54 If Q52 = Neither agree nor disagree
Skip To: Q54 If Q52 = Disagree
Skip To: Q54 If Q52 = Strongly disagree
Display This Question:
If Q52 = Strongly agree
Or Q52 = Agree

Q53 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)

Q54 I feel that I have the training and experience necessary to effectively use modeling to
support other school personnel to successfully implement the BIPs I write.

o Strongly agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly disagree (5)

Skip To: Q56 If Q54 = Neither agree nor disagree
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Skip To: Q56 If Q54 = Disagree
Skip To: Q56 If Q54 = Strongly disagree
Display This Question:
If Q54 = Strongly agree
Or Q54 = Agree

Q55 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)

Q56 I feel that I have the training and experience necessary to effectively use coaching to
support other school personnel to successfully implement the BIPs I write.

o Strongly agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly disagree (5)

Skip To: Q58 If Q56 = Neither agree nor disagree
Skip To: Q58 If Q56 = Disagree
Skip To: Q58 If Q56 = Strongly disagree
Display This Question:
If Q56 = Strongly agree
Or Q56 = Agree

Q57 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)
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Q58 I feel that I have the training and experience necessary to effectively use intervention choice
to support other school personnel to successfully implement the BIPs I write.

o Strongly agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly disagree (5)

Skip To: Q60 If Q58 = Neither agree nor disagree
Skip To: Q60 If Q58 = Disagree
Skip To: Q60 If Q58 = Strongly disagree
Display This Question:
If Q58 = Strongly agree
Or Q58 = Agree

Q59 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)

Q60 I feel that I have the training and experience necessary to effectively use conjoint behavior
consultation to support other school personnel to successfully implement the BIPs I write.

o Strongly agree (1)
o Agree (2)
o Neither agree nor disagree (3)
o Disagree (4)
o Strongly disagree (5)

Skip To: End of Survey If Q60 = Neither agree nor disagree
Skip To: End of Survey If Q60 = Disagree
Skip To: End of Survey If Q60 = Strongly disagree
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Display This Question:
If Q60 = Strongly agree
Or Q60 = Agree

Q61 If agree or strongly agree: I received the necessary training and experience as a ______.

o Teacher (1)
o School Psychologist (2)
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APPENDIX D
Recruitment Templates
Initial Email Template
If you are not a school psychologist, please forward this email to the school psychologists within
your district.
If you are a lead school psychologist, please forward this email to the other school psychologists
within your district.
IRB: IRB2022-110
PI: Christian Sabey
Hello!
We would appreciate your participation in a research study we are conducting on school
psychologist’s behavior intervention plans (BIPs). The purpose of the study is to get the
perspectives of practicing school psychologists regarding their perceived level of confidence and
competence connected to BIPs.
The survey link below should take about 10 to 15 minutes to complete and will remain
open until June 9th. The survey is completely anonymous and voluntary. As compensation for
your time, for every survey that is completed, $1 will be donated to Feeding America.
[INSERT QUALTRICS LINK]
If you have any questions or concerns, please contact Misty Coplan at mdcoplan@byu.edu.
Thank you in advance for your participation,
Misty Coplan,
Brigham Young University Graduate Student

97
Follow-Up Email Template
IRB: IRB2022-110
PI: Christian Sabey
Hello,
This is a brief follow up email about a research study we are conducting on school
psychologists’ behavior intervention plans (BIPs). The purpose of the study is to get the
perspectives of practicing school psychologists regarding their perceived level of confidence and
competence connected to BIPs. The survey link below should take about 10 to 15 minutes to
complete and will remain open until _(DATE)_.
The survey is completely anonymous and voluntary. As compensation for your time, for
every survey that is completed, $1 will be donated to Feeding America. So far we have ____
surveys completed!
[INSERT QUALTRICS LINK]
If you have any questions or concerns, please contact Misty Coplan at mdcoplan@byu.edu.
Thank you in advance for your participation,
Misty Coplan
Brigham Young University Graduate Student
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Social Media Posts
Hi everyone!
We would love to have you participate in a research study we are conducting on school
psychologists’ behavior intervention plans (BIPs). The purpose of the study is to get the
perspectives of practicing school psychologists regarding their perceived level of confidence and
competence connected to BIPs. The survey link below should take about 10 to 15 minutes to
complete and is completely anonymous and voluntary.
As compensation for your time, $1 will be donated to Feeding America for every survey
completed. So far, we have # of surveys completed.
If you have any questions or concerns, please contact Misty Coplan at mdcoplan@byu.edu. This
study is being completed under the supervision of Christian Sabey, PhD from Brigham Young
University. IRB: IRB2022-110
Thank you!!
[Insert Link]

